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ABSTRACT

B Thxs paper explares certaxn ﬂilemmas in the
profess1ona1 preparatxon of school adm1n1§trators, part1cu1arly in
developing nations. The paper begins bv reviewing the issue of
specialist- preparatxon and development for educational - - -
administrators; examining arguments for and_ aga:nst specxailst

training. A-discussion of the extent of Canada's commitment to
professzonai ‘training for educational_administrators provides a.

context_in which to describe a framework developed in Manitoba for

planning the preservice and continuing development of administrators.
This framework hinges on the establishment of a strong link between
the purposes of and the delxvery methods for- profe551onal,;ra1n1ng
The framework assumes the existence of a continuum of skills :
1mportant to admlnlstratgrs, the -need to assess _an administrator's

R _— g —— R

1nserv:ce programs that. take both the skills to. be taught and. the

skills already. learned into. account ~Although. preservxce prcgrams

should probably .ocus on basic "survival" skills and inservice
programs on skills for handling prbbléms developing in practxce, the
traditional content of such programs is usually the reverse; as.
discussion of Manitoba's system illustrates. The paper concludes by
applying these observations to the unique situation found in the

Caribbean:. (PGD)
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INTRODUCTION

This symooslum 1is witness to a_ qrow1ng _interest._in the orotesslonai

development and oreéafatxon of educational managers.: Previous activities in

tne. Caribbean 1like the 1982 Jamaica workshop! and the 1978 Commcnwealth

Secretariat WOrkshopzi attest to the fact that - this interest 1is not
spontaneous or particulary new. Similarly in Canada, we have had graduate

programs in educational administration, summer. workshoos, .and. _research

projects on the topic for over 20 years. However, if I was to examine the

"state of the art" of <the preparation and professional development of

admxnxstrators in Canada,rI would not be 1mpressed wlth our progress, Our

graduate programs are under fire from practicing administrators for their
lack of. relevance. 1In Manltoba we have estimated that less than 20% of the

school level adm1n1strators have availed themselves of university coursework

in_ school Aadmxnxstra:xon.3, . _Summer workshops and dlvxsxonai 1nserv1ce

sessicns. get 2 more positive ‘caet;un from practitioners but are presented

in no ofganzzed fashion, 7the substance and delivery of such sescions
dependent -upon one or two "“conmittee" meéetings to decide "what will we do
this year?" Finally, our researchers in _professional development _and

preparation of school administrators are drowning in a sea of neads
analyses.

WHY sp"Ecxxi.i,isé TR NING?

The purpose of the present paper is to suggest some d1rect10ns thnat
wxght De,taken to address present dilemmas in the professional preparation
and development of school administrators, especially those_ _in _developing

areas., Before doing so; however, <t may be appropriate to brxefly discuss

the 1issue of specialist preparation and development for educational

admxnxstrators;

It has not always been the case that such specxallst tralnlnc bhas_been

sééh as necessary for school administrators, _ Altbough,most countries_in the

democratic world are movxng,,towards ~what _ is = termed the specialist

professional model for the training and selectxon of school adm1n1strators,4

arguments. have been made that there are considerable negative effects to
credentlallsm of 2ny form, including specialist training for professional

groups such as teachers and school administrators:> Specific criticisms of
specialist. credenttals for School administrators include the following: (1)
Admlnlstrators, (2) Regulrements become a restrlctlon on local autonomy to

select and hire School administrators; {(3) Most requirements are irrelevant

to the individual's ability to perform the_job of scho>l administrator; (4)

Administrative groups promote the training process on their own, not the

public's interest.5 Furthermore, some authors writirg about the Ameérican
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experience wlth adminlstrator certIfxcatlon have noted ,that there are

apparently no demonstrable relatlonships between specialist credentiais for
educational administrators and their records of success in schools.7 Given
the possible negative. consequence of administrator credentialism, ranging

from the contention that in general it is harmful to society; .to concerns

more soeclfxt to adm1n1strator traInIng, decisions to implement specialist
training polxcxes should not be taken llghtly.

_In spite of these criticisms; theve may also be a number of pragmatic
reasons. for (re)considering the issues of specialist training for school
administrators.

First, is the recognition that there are unique competencies reguirea
to effectively carry out these duties of sSchool administration. -This
implies _that _attainment of these wunique competencies would indicate

aooroprtateness for selection to the . job. of_ _school. _administration. . _This

suggests that success as a teachet, or polltxcal affiliation .alone is. not
enough to ensure 3uccess as a school administrator. Although both of these
"qualifications" {(deoending upon context) may be good places to staret,
opportunities. must be available for prospective or present School

admlnxstrarors to develop the unique competencies of their administrative

p051t1ons, . Furthermore, there 1is dgrowing cwareness _that r“generlc

DfOfGSSlonal preparation in admlnistratlcn is not suffxcrent, put rather

that specific or "speclallst professxonal" preparation for- school
administration is importént.8

Second, recent years have wItnessed changlng conceptions _of_ _the

oractlce of school administration. Recent developments such as changing
soc;al norms; eros1on of some of the tradltlonal authorlty of the school

base, and changes in teachers are amongst rhe factors. promot;ng a cnanglng

conceptlon of the school adm1n1sttator 9 Thls .changing conception - has
induced the consideration of new roles for school administrators, roles that

existing training programs do not address.

ihird; research on school eftects has demonstrated more clearlv than

ever before that school administrators do make a dlfference in school
outcomes., A oroflle of the characteristics of School adm1n1strators who
lead _productive  schools 1is now emerging. 10 There is now evideince of

leadership impact on varxabies such as currrculum,lmplementatlon and_student

outcome that supports -the notion that where school administrators exercise
leadership in program improvement then the impdct is considerable.!!

Fourth many of the cr1t1c1sms dIrected at_ specxallst credentials for

school administrators have more to do with .  the process of obtaining. the
credentials _than with the concept of spec1a11sr preparation for 5chool
admxnlstrators. That is,,crltxcrsms have their source 1in the substance of

preparation and development programs and the system effects  of_ _this

substanc. rather than in the notion that school admlnlstrators should
receive specialist preparation_and development. To reject the specialist

professional model on the basis of _its implementatlon rather than its

conceptual validity is like throwing out the tub with the water. A basic
assumption of this paper is that the specxalxst profess1ona1 model IS valxd,

but. that the _manner _in _which 1t is being implemented in many locations has

given rxse to justified criticisms which have pointed out the deleterious
effects of specialist administrator credentialism.,

4
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PAVAY)

It is thls au hor s oplnlon that there is . a need for_ _an .increased

professicnal identity for school administrators. Bur  this lderzity is siow

in develonping. Although there appears to be a novement towards recognizing
the appropriateness of the specialist model, many existing approaches to

protessi.nakl preparation  and devnlopment have not totally reflected this

recognxtlon. For Instance,,,oniy 3 provinces_ out _of _the 10 _in _Canada

require by regulation, that school administrators take some form. cf

presprv;ce training and none reguire an uograding program of any k1nd 12
Essent.ally the delivery of pre and inservice programs for school
administrators in Canada could ke characterized as follows.

(1) Unxversxty coursework or UnlverSIty based programs are becomlng
the major, vften only, source of preservice training.

in offeran rreservice training.

(3) Inqervxces for educat1ona1 administrators are frequent, but

(4) Extstxng traxnxng or orofe551ona1 de seloprient focuses prlmarxly

upon school level adm;nx;:ta;crs. Almost nothing exists for
district or division level administrators.

(5) Tbere Isrilttle empba51s upon the zoncept of lifelong learning
or continual professional development.

{6) There appears little linkage between inservice and preservice for
educational administrators.

Thé Improvement of the "state" in Canada requlres the reth;nkxng of our
methods of delivery of pre. and inservice programs for school admlnxstrators.
This reguires a closer linkage between purpose and method. That is, it
requires a closer 1link oOetween the reasons we choose to take the risks

associated with _ prov1d1ng pre _and_ inservice speciality training, and the

methods we choose to deliver this training:

In the balance of the paper, a framework is presented that was
developed in Manitoba, Canada; to guide decisions regarding the preservice

and contrnuzng deveiopment of schooi adm1n1strators. The need for an actlan

of thé," changlng conceptlon. The framework a3iSumed as an operatlng
principle the need for a stronger purpose-delivery link.



Q

ERIC

Aruitoxt provided by Eic:

207

THE DELIVERY OF SPECIALIST TRAINING FOR SCHOOL AUMTYNISTRATORS

As was dIscussed in the otev1ous sectIon, a commltment to a spe61alist
model - in the preparation and . deve1opment of school administrators cairies
with it other system obllgathns and effects. Agreeing on the need fcr

specialist tra1n1ng cou.u be the easiest of decisions. Developing the_

substance of a speciaiist traxnxng program has posed much more difficulty for

most locations. This substance consists primarily of two issues: (1) the
‘ocus of the training . program, or the skllls toward whlch the program will
be directed, and (2) the appropriate sources for these skllls.

SkliisAiorAScnooi_Adnlnxstrarlon

There is no shortage of lists of suggested skills, skill areas and
competencies for school administration. Most of these skill 1lists are
grouped 1into areas of concarn such as leadership; planning, curriculum
development. .. A _nunber of such_skill lists_ have. been,developed in every

province 1in Canada.l3 The present. author has worked at deveioping such a
skIll list in one province, &nd llke the -participants at the 1982 Jamalca
Symposium, in Manltoba we have tried to determine and suggest which skill

area 1s most important. Tne Jamaica participants;  for example; proposed

that competencies in the area of plannxng, programmrng and. evaluatlon and

personnel management were priority competzncy areas.'? Our work in Manitoba
identified topics related to personnel management as most iMportant. 15

_all of these lLSts and skill areas are qulteroomprehensrve and in

generai .could be assumed to represent the areas of skills required of
school. admlnistrators. However, as a p;annerrof pre and inservice programs
for school administrators, this writer found these lists, ircluding the ones
he generated himself; of little assistance. This is not to argue that all

of the skills identified by, for instance; the Jamaica participants are not

desirable and should not be pursued to maximize effectiveness. It is to
suggest, however, that there is a big step between lists of skllls and skill
areas ard planning programsS to develop these skills. This additional step
could be found in realistic oonoeptuéllzétion of {a) the job of school

administration and (b) the purposes cf pre and inservice.

The Concept of a Growth Continuum

One view of the job suggests that there are at least two distinct

656665 of reqnisxte skills for school administration; those that reflect the
teohnxcal managerlal aspects of tne day-to-day activities of school
adm1n1strators and those that reflect hlgher order analytic, problem—solvxng

and decxsxon-maxlng skills. March's _characterization of schooi
administration as a "bus schedule with footnotes ty Kiergekard" comes to
mind here.16 Other authars have suggested that there could be a
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technical skirla. (2) human relatic- skills and (3) COﬂLeptual analyti*
skills.1?

. _Based _upon .recent _research 1in_ Canada, . Liethwood _ and MOntgomery

identified tour roile cha’acterlzations for or1nc10a15~ the admxnxstrator,

the humanltarlan, the program- manaqer’and the systematic brcolem solvex:’IB
Their four role characterizations are very similar to the three fjalds of
expertise 1identified above. Sowever, they went furthear tnan  most
conceptualizations _of roles by proposing . that these =roles . identify

variations i efrectxveness on . seiected dimensions of prrrczpai behavlor,
thh “the admlnisttatdr Leeng the ]east efAECtlve role and tie "systematic
Dzoblem solver" peing the most effective Theéy based rhCir "principal
profile” on the assumption that (i) lxttlé of the exisvin3i res=arch or
school _administration has_looked at_variations_ of principal behavior_ and its

effects_ {11). prlntxpais' effectiveness is determined by the extent that they

facilitate teacher growth and thereby 1nd1rectly 1uf1uen >e student learnan,
and (ii1) growth in the behavior of school principals can occur, but
reguires systematic intarvention. :

It is thlS 1ast assumptxon,,tre pr00051rg of a growth modeI for schooI
admxnisttatars, that; is. of most; relevance to the present paper. - where
extensive listSs ar administrator skills have been at limited nse to planners
of 1inservice and présérVicé programs__is _the absence of : hierachy of

reguisite._ skllis and abilities required. for varyrng degrees of effective

admlnlstratlon., ReQardIess of th effectlveness mlqrt be deflned (L1ethwood

oath to. maxxmxzxng effectxveness, and (11) assxgn approorxate
responsibilities in the develoament of particular skills along the path.

For instance, one view of reality could be that mastering of the
technical-managerial level skills is most important to bééihnihg

administrators . and _that the pursuit. of higher order_ conceptual  skills

chough of _concern, can be put aside until lower level skxIIs are mastered.
That 1s, from casual observatzcn, thlS wrxtet wculd suggest that there are
many school administrators who are surv1v1ng" on the job but who have not
developed (or do not exhibit) higher order "conceptual-analytic" skills.

Conversely, it would be difficult to envxslon school administrators

surviving on their. conceptuai-anaiytlc skills if they have not mastexed
the skills requxred for operational maintenance. Consequently a hxerarchy
of skills could be prepared that represents a concern for appropriate timing

in the development of these skilis for school administrators:
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Beqlnnlnq admlnxstrators have alfferent skill needs trom oractlclng

udmlnls*rators and practicing administrators_ who arve _effective have

dlfferent sk1ll needs fromm admiiristrators who are not effective:. As trite

this observation sounds, there is little evidence that planners of

tralnlng sessions pay heed to this 51mple maxim of combxnxng puroose with

intenced audlence. For instance, planners for "training sessions" often
discuss the pricrizing of topics/areas such as leadership, evaluation,

planning and so on. More apprdpr;a:e dlscu551ons might focus, for example,

upon the guestion of what planning skills are required by administrators at

both different career stages and different effectiveness levels.

For 1nstance, Llethwood and Montgomery‘g,xdentifled decxslon makxng as

a critical dimension_ of behavior for the school . admlnlstrator, but ailso

identified the decision making characteristics cf the administrator at four

growth Ltevels: S _ oo : :
Level 4 - skilled in use of multiple forms; matches form to setting
and works toward high levels of. par;1c1patxon”",,,,,

- decision. processes_oriented. toward goals of educatxon, pased

on_information from. personal protf. & resea.ch sources

- anticipates, initiates and monitors decision processes

regularly.

Level 2 - uses primarily participatory forms of deciSion-making basad
on a strong motivation to involve staff so they wiil be
happy . L

climate_but 1argeiy reactIVe in alil other areas unless

required to act;

Level 1 = uses brimétil? éﬁtobrétic fbtﬁE of débisidhéﬁékihg aééiéibn

personal sources_ of xnformatlon

- decision processes are reactive, inconsistent and rarely
monitored.

stng botn the notIon of three groups of ‘requisite sxxlls for effectlve
admlnlstracion and the notion of a hierarchy of skills, a schematic or

continium of skill areas is presented in Figure 1. This schematic is based
upon the following assumptions: :
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(1) Administrators come to the jOb or the tralnxng with basic

pre-requisite human relations and conceptuai skills and the
continuum represents further develOpment of these skills.

(2) Speéifib skill lists and core cempetenCies cuch as those

identified at the_ 1982 Jamaica meeting can be used to provide

detait in these areas.

(3) A desirable state of atfairs. and hopefully the intention of any
training policy i§ the pursuit of maximum effectiveness and
consequently a high level of development in all skill areas.

HOwever, the foilowxng observatxons or concluslons are more 1nportant
in attempting to address the purpose-dellvery dilemma.

Matching Purpose to Delivery: Preservice Vs Inservice

A fIrst observation is that therc IS a clear expectatxon from those
seekxng pretraining for administration that such training will prov1de them
with the skills requlred to survive on the 3ob. Research indicates- that up
to 80% of a school administrators time is spent on what might be referred to

as technlcai-manaqerxai operam.ons.20 . These _ 1nclude nersonnei management

skiils of a more technical nature. For exampie, ir the area of teacher
evaluatlon, although this Sklll area .- can be seen as borth a technlcal
function with a set of guxdelxnes and procedures to__guide discretionary

decision_ making_ and as _a_ higher. order human_relations _taks;_many. _school

admInlstrators begin their job with no instruction .or experience in this
area. One of the results of thls in Canada is that teacher eva’uatlon
continues to be one of the most reguested inservice topics and the reguests

are not for higher. order analysls _or. conceptual activities but for exposure

technlques that “"work." There 1s a technical function in teacher evaiuatxon
that school adminxstrators should learn before they assume a position or
they may not survive on the job.

Preservice._ prggrams must _ prepare administrators for the. reall;y of the

day to day fnnct:onlng 1n their jObS. on. the contlnuum in Fxgure 1 this

suggests that preservice programs focus on _tne cechnzcal—managerlal and
basic humap relations aSpect of the job. At the, 1982 Jamaica meetlng,
workshops participants identified six core competency areas.  The

implication _of a skill hierarchy is that the planners rdenrxfy within each

of these core competency areas those skills that are a minimum for survival
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job of school administrators .n their contéxt. These skills should become
the focus. . of _preservice (and upgrading for presently non-effective
adm1n1strators) programs.

been met by a areservxce or upgradlng program, the planners should focus._on

the development of higher order; conceptual, analytic skills: = _Once. again,

it should .be recognized that all competency areas, such as the six core
areas Identlfied in Jamaica, require first the mastery of 1nwer order skllls
to survive and secondly the pursuant of higher order skills to maximize
effectiveness. It should also be recognized that although an administrator

could be seen as_ reachlng a point of surv;val,,max;mxzxng effectiveness or

the development or hxgher order skills has no end point. A recognxtxon of

this promotes, of course, the idea of lifelonq learning and continual
professional development as a school administrator.

The notion of matching the nature of _professional. deveioomen.

activities to. professs;onai and personai growth stages is not new. A basic

prenxse of modern oedaqogy has been to challenge students at their cwn
level. Research on effective teaching has demonstrated tnat effective

teachers provide dlrect or indirect activities based upon puoll's neec¢ - and

current functioning, with the intent of moving the student to gr. ter

capacity without overstressing abilities:2! We are quick to accept the

concomittan~ce of developmental 1evel and pedagoq1cal strategy for _children,
but slower to recognize a similar framework for the development of adults--
in this case teachers and administrators.

ThIrde, aithough It can be seen how a certaln core competency area

mastery for suv1va1, how can ?h;gher, order or "conceptual/analytlc . be

characterized in a _ way_ _that provides. méanrng to _planners of training

programsfrhat go past survival? Two different persoectives might help in
this instance.

.~ The first is Getzels' discussion of three levels of problem finding:
presented broblems, discovered. problems and created problems: 22 In the

presented . probiem s:tuatxon, the probiem exists, It is prOpounded to the

probIem soiver,,and it has a known formulatlon or known situatiou. In the
discovered problem situation, the problem also exists but it is "discovered"
or "envisaged" by the problém solver, It _may or may._ not have. a _known

solutron., In the created probiem" the problem does not exist untII someone
creates it. The higher order skills that are referred to in the case of the
Skill continuum are thosé that surpass the presented and possibly the
discovered problem.



A sAcond way of conceptualizing both the skill continuum in Qeneral and
tne high order skills 1in particularly is the notion of adult cognitive

deveiopment. There 1S growlng interest in_ the application of theories of

cognitive development to personnel deveiopmenc -in educational settings.

ESsentially, cognitive development theory assumes: 23

{1) A.l humans procesSs exberience through cognitive s<rictures
called staqes--piagétis concept of a schemata.

(2 Such cogn1t1ve structures are organzzed in a. hxerarchlcal

sequence of stages from the less complex to the more complex.

(3] Growth occurs first within a particular stage and then only
to the next stage_in the sequence.. This_latter change is a

gual 1tat1ve shift--a ma1or quan am leap to a 51gn1f1¢antly

more complex system of processing experience.

{4) srowth is neither automatic nor unilateral but occurs only
with appropriate interaction between the human and the
environment.

(5) Behavior can be determined and predicted by an individual's
particular stage of development. Predictions, however, are not

Recent studies in the area of cognitive development have 1“,1cated tnat
s;ages,eof psychologlcal develooment {ego, moral, 7eplstenolog1cal

deveiopment) predxcted successful _functioning_ in the adult life. ‘More

administrators who scored at more complex levels on _the. eplstemloglcal
development were percelved by their teachers as more flexible in. problem

solving, more responsive, less r;gld and less authorltarlan 24  pgain, in
terms of the skill hierarchy presented here, increasing etfectiveness,

higher order skxiis, conceptuai-analvtlc skills could be seen in the context

of increasing cognitive deveiopment.

From the skill contlnuum and from these two eramples, some 5pec1f1c

purposes _for pre_ _and_ _inservice training could be proaosed - Firsret,
preservice shouId be directed towards the technical, operational maintenance
functions of adm1n15trators' jobs cthat are required_ for_ survival. _ These

administrators should be able to - handle aII manner of "presented problem°'

and be at a certain stage of cognxtive development. Second orice "survxvai“

haé been .assured, professxonal ~development programs should carry on to

develop the skills for handling “discovered” _and ultimately "created"”

probiems and to promote conrinued cognitive (moral, ego, epistemological)
development.

it seill remains to be seen, however, from what source these skills
might be attained.
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SOURCES OF kDMIN*STRATOR SKILLS

Planners in North America have had some difficulty in sorting out the
responSibilit.=2s in the delivery of pre and inservice programs for school

administrators..  _There has; in fact, been considerably more effort put into

the types of. knowiedge and. skills required for administration than 1into

thoughts regarding delivery of this knowledge.

There appears to be three broad sources of administrator skills and
knowledge; (1) experience, {2) operating agencies (school district,
ministry) programs and.(3) university (undergraduate or graduate) courses.

There are, of course, many examprns of combinations of these sources where

operating agencies use university people, and universities incorporate
internships in their programs. Generally, however, (and this may be one of
the problems) university programs for administrators are distinct ;from
district or ﬁiniStry activities and both rarely 1ncorpdraté an experience

component 1nto the1r activities. Of concern_ here are the questions: What

skill areas are addressed primarily by experlence, what skill areas are
addressed by operating agencies inservice and what skill areas are addressed
by university based programs in educational administration?

_Regarding agency (district, ministry) operated activities; _there

aooears to be support for the notion that such activities be directed
towards wnat have been referred to in thxs paper as the technlcal managerlal
aspects of the 3ob.25 Concernlng unlverslty based coursework 1n educatlonal

of these. orograms is what has been referred to here as conceptuai anaiytlc

skllls.?6 Finally, it must be assumed that experxence is a crucxai source
of &kills no matter which skill areas are to be addressed. To prev;de:a
focus; however; it could be demonstrat:{ that the development of skills in

the human relations. area is best pursurd through the direct experience of

dealing with people. Applying this logic to Figure 1 results in the
following observations.

(1) The more technical or operational the skill required, the

more appropriate becomes delivery by the local, operating

(district, ministry) agency.

(2) The more analytic-abstract the skill required, the rore

(3) Human relations and political skills are best attained
throuegh experience,

In North Amerlca, however, there appears to be some anomalies in this
regard.

i
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Although university graduate coursework in educatronal admrnxstratron

is. focussed primarily upcn the development of higher order conceptual
skxlls, 1t is also usually the only formally avallable source of pre-service
school administrator training. In the absence of formal operating agency
preservice programs, universities are teellng some pressure to deal with at

least_the pragmatlcs of human relations concerns and to some degree with the

tecnnrcai managerlal areas. There arn several problems here.r First ly,

peopie are accepted into programs of study in education administration
because of their academic skills, not their leadership or potential
management skills. Secondly, most professors .in educational administration

do not see the .university as providing students with the technical

managerrai skxlls for operatronal maintenance . Tnxrdly; even - if professors
of educational adminlstratlpn did see their role in this way, they
themselves were not selected on the basis of their experience as school
administrators or their knowledge of the technical skills; and consequently

many are unqualified to deal with operational maintenance issues:

- Consequently, there appears to be a certain role reverscl in the source
of school administration skills. Operating agency (school district,

ministry) directed on-golng professlonal development activities are usualiy

offered after _employment as a school admrnrstrator, but tend to address

technxcal operational 1ssues crucral to initial survival and operational
maintenance. On the other hand, un1vers1ty graduate coursework i1s guickly
becoming a preservice . requirement, _althouagh  university . programs are

primarily concerned with the deveiopment of hxgher order conceptual and

analytlc skrlis most appropriate (and deslred) only atter experience and
only after mastery of the technlcal operatlonal ma1ntenance skllls. Stated

snme recognltlon of the ,range of skills requ*red for successful, school

administration; there appears little logic to the wav in which professlonal

preparation and professlonal development programs for school administrators
address these skills.

A CANADIAN CASE STUDY

The purpose-dellvery anomaly can be seéeén by an examination of the
dellvery of pre and inservice programs for school administrators in one

Canadian province;

bopulatlon ot approximately 12,000 and . approxrmateiy 1,000 school

administrators. . The only form of pre-service education in administration
avallable Vto these administrators is university graduate courses in

educational administration. Inservice available 1includes these same
graduate courses plus three to five days a year of locally initiated
inservice. This time could include an annual two day Principals'
Association conference. In addltlon, since 17980, a two week summer
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leadership program has been available for school administrators and

prospective school administratorsa.. . A 1982 . survey indicatad that less than

20% of ex1st1nq school admlnistrators had taken, ©s erther a pre or
inService activity, any formal edueat1on71nradministratien. Gnnaral‘y, the
delivery of pre and inservize work in Manitoba could be characterized by the
issues mentioned earlier in this paper: universities as prime sourcce of

preservice, universities under some criticism for the nature of their

programs for preservice, little link between university coursework and
ongoing 1inservice, no dellberately planned o*rco-ordlnated pollcy for the
preparation or professional development of administrators. With som2 minor
differences; I think it would be fair to say that most other provinces 1in
Canada are not much different. Consequentlyk,the absence of a policy in

this area, combined with competition for jobs as administrators has allowed

an 1nformal selection process to assume the determ1n1ng of requIrements for
school administration. As is the formally established practice in much of
US., it 1is starting to become the expectancy that an M.Ed. in Educatlon
Administration be seen__as the desired credential to become a school
adm1n1strator., As_ has . been suggested in this paper, unlverslty coursework

has a very important roie to play in, for instance, the cognitive maturity
of administrators. It does not have much of a role in the provisions of the
operational maintenance skllls required for initial survival on the job.

Essentxaiiy then, what.has happened is that in the absence of other

formal programs university credentials have become the proxy for pre-serv1ce
training programs for school adm1n1strators. Th1s is not a purpose for
which they were designed. An actémpt has béen mzde in Manitoba to rectify
this situation by the development of a two Jevel Principals' certificate.

AIthough the certificate doesn't outlrne specific skills required for school

adm1n1strat10n, largely based upon the framework presented in this paper it
does assign the provision of certain skill levels and areas to different

sources.

The substance of this certificate is presented in Fxgure 2. The fi'st
level of the certificate reguires that the candidate attend a 60 hour course
(or equxvalent) on the tethnlcal-operatlonal ma1ntenance Sklll area. Th1s

in conjunctlon vlth the pr1nc1pa1s' professlonal association.: It is

noteworthy that the certificate requirements for the first level (entry
level) administrators' cert1£1cate,specxflcallyrexexudes university credit
coursework, specifying that this 60 hours must be local “"operating agency"
offered. This 1s an attempt to readdress the role reversal discussed

earlzer and is a unique feature of the certificare:

 The second level of thé certificate can only be attained after two
years successful experlenCe as a schoel administrator and requires that the

administrator engage in additional professional development programs  that
must include a minimum number of university based courses in educational
administration. This is based on the assumption that university programs
have as their focus the development of conceptual-analytic skills, best
enhanced af:er experience on the job and after "survival" 1s no longer a
concern.



_ FIGURE 2

EXAMPLES OF INDIVIDUAL REQUIREMENTS FOR MANITOBA
LEVEL T & IT PRINCIPAL CERTIFICATES

" TNDLVIDUAL QUALTFICATIONS |

LEVEL T REQUIREMENTS

1. B.Ed.—no post
degree courses
in Ed. Admin,
— o adaln.

experience

() 60 hours of prof.
gevel ; activity
(not university PLUS
course) 1n areas of
sciool & program
operational
maintenance

2 graduate
coutses In
educational
administration

(4) 2years  PLL
pertee 0 o o
which at least
100 hours graduate
courseuork in
Ed. Admin. (3 courses

2. B.Ed,—no post
Ed. Admin.
—nintnun 2 years
adiln, experience
as princlpal or

vice principal

Autonatically Given
Tevel 1

300 contact hours of study in.a
combination of p.d. and formal study of
which at least 180 (5 courses) must be
formal graduate courses in Ed. Admin,

3. Pre-Masters ot
Masters in Ed.
Admin,
= no adnin,

experience

60 hours of p.d. activity (not university)
in the areas of school and program
operational maintenance.

2 years experience Note: additionaj
grad. course—-
work in Ed. Admin.
may be required to -
bring total required
grad courses in Ed.
Adnin, to 3,

4, Pre-Masters or
Masters in Ed;
Admin, and 2 years
admin. experience

17

Automatically Glven
Level 1

BEST COPY AVAILABLE

Automatically Glven

Level 11— 1t has 5 graduate
level courdas (180 contact
hours) in Ed. Admin.

LEZ
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Also noteworthy is the assumption that future ieVeis mayv be "added" to
the certificate. That is, it is the intention of the designers of tnis
certificate that over time a level 3, 4; 5 and so on could be available for

a prescribed amount of professional development activity. This, of course, is
an attempt to address directly the concern for a lifelong learning concept in

the profession.

Essentially, the Manitoba approach was dJdesigned to take into account
(1) the hierarchy and sources of skills as suggested in the framework, (2)

the. exxstxhg skill 1level of administrators 1in Mzniroba, (3) the ex1st1ng
formal training level of admlnistrators in Man)toba,rqnd (4) the available
sources of skills, (5) the avoidance of the undesirable characteristics or
trends 1in the preparation and professional development of school
zdministratore. = The certificate has only been put in place for the fall of
1985 so . 1t remains to be seen 1f it will be successful in "developing"
school administrators in Manitoba.

TIE CARIBBEAN

_This author's knowiedge ot the Caribbean is limited to experience
worklng and consultinq there and to documents like those prepared for and. from
sesslonsﬂere the 1978 Commonwealth Secretariat training session in Barbados
and the 1982 7Jamaica worksnop. However, I think it would be reasonable to

observe that despite the assistance of several aid acencies. and sporadxc

initiatives on =everal xsiands there is as of yet no co-ordinated or long term
policy for the pre-servxce or 1nserv1ce of school level administtators.r This
situation prompted, of course, the deliberations at the 1983 Jamaica workshop.

In addition to the general pre and 1inservice problems we have in Canada,
planners in the Caribbean are faced with a few unique problems: I would like

to briefly discuss two of tnese special problem areas.

First, there is the obvious difficulty in co-ordinating a training
activity for such a diverse and geographically distant area sach as the

Caribbean. The best brains of the Caribbean financial and political world

have oniy barﬂly been able to hold Caricom together. I'm not sure that one

Carlcom program for school adm1n1strators would survive any better. ,There
are, for \instance, cons1derable differences between both the existing
training levels and the availability of local training resources for the

three _larger Islands of Jamaica, Barbados and Trinidad and other smaller

Leeward Islands. A suggestion here would be that, as much as possxbie,
preservice training and ongoing. inservice efforts be as local as possible,
Localized initiated and planned programs have the advantage of maximizing

accessibility to such prograﬂs by local personnei and mxnxmxzxng the resource

expenditures and disruption time for the system. Even the smallest of the
Leeward Islanis has the local expertise to provide, at the very least, the
preservice or upgradlng training to what has been described in the paper as

the "survival®™ 1level. OtheF,?QQPCIesl especzally the U.W. I., have 1nd1cated
w1111ngness and ab11*ty to assist in the delivery of additional programs off
campus and in the small island location. This does not mean, of course, that

regional efforts are not of significant value, only that such efforts are not

19
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likely to be able to address the situational specifics ih’he*"en't in “the

this oaper.r eonsequentiy, If the,urgent need is to have comoetentlv tralnéd

scnool-level administrators, the locally developed program may be more
suitable. The situation would be different, however, for d:e:rlct level
administrators where, cn most Islands, numbers warrant the necesc:ty of Some
regional activity.

Second 15 che fact that many develon*ng areas, Includlug the earxbbean
rely heavily upon outside foreign agencies for the provision of programs for
school administrators. In the past five years, programs have been
orfered/sponsored by U.S., A.T.D.;, C.I.D.A., 0.C.0.D., British 0.D.A.,

Commonwealth Secretariat and perhaps other smaller groups.. I happen to

know, for instance, that a small private outfit in Manitoba is presently

discussing the offering of tralning orograms for school admlnlstrators on

one of the smaller,Islands. The reason for the prollferAtlon of assistance
1s partly due to the geegréphlcal issue previously discussed. The Islands
are; in facr, separate nations and are free to pursue their own Sources of
training: Such assistance also brings with it _needed resources. However,

the Intervention by these development agencies fills another void: the
general lack of a Caribbean data base about school administrators upon which
to bulld a professional preparation or development program. When a éanadiah
group such as C.C.0.D. comes to the Caribbean, it brings with it, free of
charge, .a three week 1inservice program for school administrators that is

based upon the realities of school administration in Canada. k%= 1issue
becomes the utility or applicability to developing areas of Nortn American
skills and knowledge 1in the technical-operation, human relaticns and
conceptual analytic areas.2’

Regarding tectnical skills and knowledge, in First Worid areas there
seems to be some c»>nsensus that yoles and tasks are largely determined:by
the organizational content in which they work. In the Commonwealth Third
world this context is affected by, among other things, (i) an educational

system that is a legacy of British colonialism, (ii]} an educational

environment that is h1ghly centralxzed (111) a large proport1on of teachers
untrained, (1v) the need to examine the relationship between educat;on,and
national development. Although some research in adminis*tration (public) in

developing areas indicates that skills at the technical level are most

easily transferred from the deveioped to develop1ng areas, 28 institutional
and environmental factors could temper the utility of these skills in the
Third World context.

) There is no need to make a Spec1a1 case ror the development of h1gher
order human relation skills in Third World school admxn;strators. At 18sue
for the planning of training programs for educational administrators in

aevelopxng areas is the cross-national valldlty of research and theory on

the organxzatlonal behav1our of 1nd1v1duals rn public, educational and
business organizations. Although there is little research on the spec1f1c
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topic of educaticnal administration across cultures,; there is a considerable
amount _.of research in both the area of publlc administration in deverooxng

areas and ‘organizational behavior/theory across cultures. One example is

Hofsteade29 who (among other,thlngs) researched the cross-cultural validity
of the popular motivation theories such as those of McClelland, Maslov,
Herzberg and Vroom. He concluded that there. is_considerable doubt about

thexrr abxlxty in different. (from North kmerxca) cultural settings: This,

and other similar reseavch, throws into gquestion the utility of North
American knowledge and skills in the human relations area for educational

adminisctration.

.3k1lls and knovledge 1in the conceptual analytlc area are by their

nature, the most dif€icult to define. There is little argument, however,
for the bellef that hlgher order concep*ual and human relation ski lls are
necessary for maximizing the effectiveness of sSchool administrators be they
in a developed or developing area. However; professional preparation or

development efforts dirccted at this level ;éébtéé,eé%éﬁ“d ~the body of

tneoretical knowledge related to the study and practice of educational

admlnIstratlon. It is in this "skill area," more than the other two,rthat
issues related to (i) theory in educational administration (developed
areas), {(ii) theories of develorment, and (iii) theories of organizational
functioning across cultures throw doubt upon the utility of skill or

knowledge ‘"transfer:"  The aoproprrate developed worid-developing worild

relationship regarding the development of higher order c0nceptuai skills and
knowledge should not be a superlor-subordlnate one, but a dialectic one. as
ngglns30 suggested, it iS necessary to "... replace the mentality of the
assistance/intervention model with the transactional/interactive model.”

The available evidence regarding the transferability of skills ana
knowledge in the three skill areas outlined in this paper suggests to
planners of "localized" pre and inservice activities that they begin their

planning by profiling the job of school administration in their context., _In

terms of the skill hierarchy/continuum suggested in this paper, this means,

in the first lnstance, determining at the very least the techn1ca1/
Operational SkllLS required for survival as admlnlstrators in their context.
At a different level it could require the examination of the cross cultural
validity of North American based models of cognitive development.31

CONCLUSION AND IMPLICATIONS

As suggested in the introduction to this paper, the issues on the
professronal preparatidn and development of school administrators are
complex and have yet to be totally resolved in any national setting: The
special case of educational administration in develdping areas like the
Caribbean gives rise to a number of general conclusions that might assist
the. piannrng .and delivery of professional preparation and development

programs for school administrators.

Firstly, the Specialist Professional Model 18 a desirable goal for the

trarnrné of school administrators, but the appropriateness of this model is

contingent upon the development of indigenous content and delivery
mechanisms. The implications here are that, as Kiggunda et al concluded,
the process 1n North Amerxca may be approprxate but the content 1s not.29

much as Uaner51ty based programs appear to be the basis of "specialist"

N,
e
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training and, as has been suggested in this paper, university credit-based
preservice programs may not be suitable.

A second conclusion, then, is that it 1§ with great caution that the

ﬁéfih American experience in the orofessxonal preparation and deveiopment of

North American models have beeh deveioped endogenously throiugh several

decades of trial and error. To import these models results in the shaping

of _ training programs by forces exogenous to the "unigue social fabric® of

Eﬁe Caribbean.3o _University programs in educa*lonal admrn:stratxon offered

theorles and models of school admrnrstratron.

. ThIrdly, despIte tre previous two conclusxons, the experiences and
models in; for instance, Canada can be of great assistance to planners in

the Carlbbean In many instances_although the. content may be Inaoproprlate,

some aspects of the dellvery systems. mignt be worthy of conrsideration by

third _world pianners. In Manltoba, Canada,, for example a school

admlnrst'ators' oertxtlcate programme has been develooed based upon the

ratlonalﬁ and model presented in this paper. In addition; at the uﬁzversIty

level, planners of traiiing programs for educational planners in the third

world might benefit considerably by .a close 1look at the present location of

the un1Ver511y in North America in the trainlnq schemata of such personnel.

in comparatrve sense,rtne dlfrerences in program emphasis between, say, the
u. S, and Canada (and Great Britain) might provide working examples for
emulation for rejection.

7;§§; a final and more general conclusion regarding the planning of

training programs for school administrators in the Caribbean, it shouid pe

pointed out thidt there 1§ no guick tormula for the deveropmert of such
programs. Canada has been movlng towards the speFIalISt professxonal model

for several decades and is still a long way from an ideal state ir this
regard. Pianners of suoh tra1n1ng _programs in the Caribbean must realize

that 3lthough they car learn much from the experlences in the "oeveioped"

world (if only what not to deol) it is more rmportant that the delivery

models of such programs ns be 1nd1genou51y developed and that attempts should

not be made, at either the preservice or inservice level, to uncritically

import models from North America or elsewnere.
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